This article examines the long-term effects of CLIL on former pupils' foreign language and intercultural attitudes. The 24 participants, who received English-medium CLIL for nine years in the 1990s, were interviewed and the data analyzed using thematic analysis. The participants generally felt that CLIL had had a very positive effect on their target language attitudes. However, many considered that CLIL had affected negatively on their attitudes towards other foreign languages. The perceptions regarding the effect of CLIL on intercultural attitudes diverged more. The study elucidates the longstanding impact CLIL can have on individuals' attitudes yielding insights into future CLIL education.
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Introduction
Content and Language Integrated Learning (hereafter CLIL) is nowadays regarded as one solution to the growing demand of multilingualism in Europe (e.g. Ruiz de Zarobe, 2008) . In this article, CLIL is defined as an educational approach that comprises various models of implementation (e.g. Eurydice, 2006; Marsh, Maljers, & Hartiala, 2001 ) with the commonality that subject matter is taught through an additional or a foreign language with a dual-focus in mind (i.e. to learn both content and language of instruction) (e.g. Coyle, Hood, & Marsh, 2010) . The majority of CLIL research documents clear advantages regarding F o r P e e r R e v i e w 2 foreign language learning (Dalton-Puffer, 2011; Pérez-Cañado, 2012) . Although the research results on content learning have not been unanimous (e.g. Fernández-Sanjurjo, Fernández-Costales, & Arias Blanco, 2017) , many studies suggest that CLIL is not detrimental to it (e.g. Seikkula-Leino, 2007; Surmont, Struys, Van Den Noort, & Van De Craen, 2016) . In addition, CLIL has been claimed to raise intercultural awareness and better prepare pupils for internationalization (e.g. Coyle, Holmes, & King, 2009; Méndez García, 2012) as well as foster a positive attitude towards multilingualism (e.g. Marsh, 2000) .
Lately critical voices have however become more vocal. Previous CLIL studies on learning outcomes have been questioned regarding the lack of pretests with CLIL and control pupils as well as the neglect of the socioeconomic background and pupil selection (e.g. Bruton, 2013) . A few recent studies, which have taken the a priori differences between CLIL and non-CLIL pupils into account, have indeed supported the claims that CLIL benefits may have been overemphasized (e.g. Dallinger, Jonkmann, Hollm, & Fiege, 2016; Rumlich, 2016) . In general, the long-term effects of CLIL have not been thoroughly investigated since the approach is still a relatively new phenomenon in many countries (e.g. in Finland, the context of this study, CLIL started in 1991). Existing CLIL research has mostly looked at the pupils' experiences currently enrolled in CLIL programmes. Furthermore, most studies on language attitudes in CLIL have been quantitative (e.g. Lasagabaster & Sierra, 2009; Merisuo-Storm, 2007; Pihko, 2007; Seikkula-Leino, 2007) , highlighting the need for more qualitative approaches on the topic.
The participants of this study are former Finnish CLIL pupils, who received Englishmedium CLIL education during their comprehensive school (i.e. 9 years) in the 1990s. This study focuses on their retrospective views on the influence of CLIL on their foreign language and intercultural attitudes which previous CLIL research has mostly examined separately. In this article, intercultural attitudes is used as an umbrella term that encompasses various However, it is worth acknowledging that CLIL has evolved since the 1990s both in the way it is conceptualized and implemented. Researchers have kept this in mind to avoid anachronism in the analysis.
The specific research question is:
What are the participants' views on the effect of CLIL education on their foreign language and intercultural attitudes?
Foreign language attitudes and CLIL
Attitudes can be defined and consequently studied in various ways. For instance, an umbrella definition by Eagly and Chaiken (1993, p. 1) suggests that an attitude is 'a psychological tendency, expressed by evaluating a particular entity with some degree of favor or disfavor'.
Traditionally, attitudes are seen as consisting of cognitive, affective and behavioral components (Garrett, Coupland, & Williams, 2003) . Researchers disagree whether attitudes should be treated as relatively stable entities as opposed to constructed and situated (e.g. Bohner & Dickel, 2011) . For instance, according to Kalaja and Hyrkstedt (2000) attitudes can be contradictory as they may vary from one situation to another or even within a situation.
This research adopts an intermediate stance to the discussion by presuming that all attitudes are constructed and somewhat context-sensitive, however certain attitudes can be more dynamic whereas others may be more enduring (e.g. Eagly & Chaiken, 2007) . Further, we believe attitudes are cognitive and affective in nature and can be, but are not necessarily, manifested in one's behavior. According to some of its advocates, one benefit of CLIL is that it results in a more positive attitude towards language learning and multilingualism in general (e.g. Coyle et al., 2010; Marsh, 2000) . This issue has not been widely studied but the scarce research conducted seems to support the argument. For instance, Lasagabaster and Sierra (2009) In Finland, few studies have investigated language attitudes in CLIL. For instance, Merisuo-Storm (2007) found that primary aged CLIL pupils (n = 70) had a significantly more positive attitude towards learning a foreign language than their peers (n = 75) in monolingual classes. In Seikkula-Leino's (2007) research, 5 th and 6 th grade CLIL pupils (n = 116) were somewhat more motivated to learn foreign languages than their non-CLIL peers (n = 101).
Interestingly, however, the CLIL pupils' foreign language learning self-concept (i.e. 'an individual's self-descriptions of competence and evaluative feelings about themselves as a Foreign Language (FL) learner' (Mercer, 2011, p. 14) ) was weaker than that of their non-CLIL peers'. Seikkula-Leino (2007) argues this could be related to the challenges posed by learning in general as pupils are exposed to great deal of language that is above their comprehension, which may be difficult for them to cope with. In Pihko's (2007) research, lower secondary CLIL pupils (n = 209) were more motivated to learn the CLIL target language (i.e. English) and had a more positive attitude towards it than their non-CLIL peers (n = 181). 
Intercultural attitudes and CLIL
Scholars have mostly dealt with theoretical conceptualizations of the relation between CLIL and intercultural communication, and proposed CLIL as a facilitator to raise intercultural awareness (e.g. Coyle, 2007; Marsh et al., 2001; Sudhoff, 2010) . Among the most known theories of CLIL pedagogy is the one of Coyle's 4C framework in which she proposes that the cornerstones of successful CLIL education are content, cognition, communication and culture (Coyle, 2007) . In addition, culture is one of the five dimensions listed by Marsh et al. (2001) for successful CLIL education. According to the authors, CLIL programmes within European context help to build pupils' intercultural understanding and introduce them to a wider cultural context. Sudhoff (2010) argues that CLIL provides opportunities to encourage students to critically reflect on the different connotations and referential meanings embedded in language use. As a triple-focused approach (i.e. language, content and intercultural learning), CLIL can help examine differences as well as overlaps and similarities between cultural perspectives (Sudhoff, 2010) . This echoes recent approaches within intercultural communication which have drawn attention to the co-construction of culture and communication (e.g. Piller, 2011) . These views focus on a two-sided process whereby culture is both constructed through and constructive of language and discourse. As a result, intercultural communication competence literature increasingly prioritizes reflexivity or critical cultural awareness as a means of encouraging students to critically reflect on their practices and positionality, and on discourses surrounding them (Byram, Gribkova, & Starkey, 2002; Dervin, Paatela-Nieminen, Kuoppala, & Riitaoja, 2012; Martin & Nakayama, 2015) .
In one of the few empirical studies on CLIL and intercultural development, conducted through qualitative interviews in Spain, Méndez García (2012) & Marsh, 1996) . However, an inquiry from 2012 reveals that the interest towards CLIL has again been increasing in many municipalities (Kangasvieri, Miettinen, Palviainen, Saarinen, & Ala-Vähälä, 2012) . The dominant CLIL language in Finland has indisputably been English (e.g. Lehti et al., 2006) . Across countries, CLIL has been implemented in multiple ways, thus different CLIL models have their idiosyncrasies which poses its challenges to the transferability of research results. Furthermore, the present study examines CLIL in the 1990s
and both the conceptualization and implementation of CLIL has changed since then. Hence, the CLIL context of the study is extensively described hereafter.
CLIL in the target school 1
The CLIL programme in the target school was launched in 1991 and the participants of the study commenced their school in 1992. The rationale behind the implementation of CLIL was mostly the increasing need for a basic command of English in an international and global world. Furthermore, the promising experiences from the immersion education in Canada coupled with active parents in the community also supported the start of a CLIL programme.
The primary aims of the programme were to make pupils confident and competent language users and provide them with appropriate skills to function in an increasingly international society, thus being in line with the objectives of other European CLIL models (e.g. Maljers, Marsh, & Wolff, 2007) . Pupils willing to enroll in the CLIL class were not subjected to a pretest. The CLIL classes of the school were however partially selective, that is, pupils who had some prior experience of English had priority over others. Additionally, a requirement was that pupils did not have challenges in their basic cognitive skills, which was assessed based on the preschool teachers' observations. The number of applicants outnumbered the places in the target year, thus most of the pupils had to be selected randomly.
In the 1 st and 2 nd grades (age 7-8), CLIL was realized on a daily basis mostly through class routines, songs, rhymes and games. Starting from the 3 rd grade, the amount of CLIL teaching increased. On average, approximately 25% of the instruction was given in English.
CLIL was implemented in all subjects except Finnish. The content of the CLIL lessons derived from the national curriculum. Additionally, the formal English teaching, which usually started in the 3 rd grade, followed a more intensive instruction. The CLIL programme continued in lower secondary school (grades 7-9, age 13-15) albeit the amount of CLIL decreased drastically and it was carried out sporadically. It was nevertheless implemented in most subjects but less consistently and further diminished towards the end of the school. For instance, the optional courses and different subjects opted by the pupils posed its challenges to employ CLIL as extensively as at primary level.
Methodology

Data
The data for this study comprises 24 individual in-depth interviews. The interviews were semi-structured and followed broad themes that were sent to the participants in advance. The themes (see Appendix 1) derived from literature and previous research as well as a pilot study conducted by one of the researchers (Roiha, 2017) . Additionally, some topics were raised in the first few interviews which were addressed also in the subsequent ones. This type of The researcher who conducted the interviews (Author 1) had a personal experience as a pupil in the target class and thus a prior relation to the participants which may have potentially affected some of their narrations. However, at the start of each interview, the researcher encouraged the participants to honestly express their views, both positive and negative ones. Furthermore, to minimize the social desirability bias and to scrutinize the participants' genuine perceptions, the researcher approached the different themes at different stages of the interviews by making use of both direct and indirect procedures. In other words, some interview questions dealt overtly with foreign language and intercultural attitudes whereas others tackled them more indirectly.
Data analysis
The data were analyzed using a theoretically oriented thematic analysis. The analysis was informed by Braun and Clarke's (2006) guidelines. That is, the data were read through and coded through systematic and successive stages. First, the transcribed interviews were carefully read through several times. Second, the whole data were preliminary coded.
Following this stage, the extracts that were considered relevant to the research question were selected for this study (approx. 1/5 of the overall data) and analyzed further in-depth. At this stage, a lot of overlapping still existed as some extracts fitted into several coding categories.
Third, the coded categories were further analyzed and the recurrent main themes and their sub-themes started to be identified (see Appendix 3). The data excerpts corresponding to those themes were organized accordingly in a separate word file. Fourth, the formed themes F o r P e e r R e v i e w 10 were further reviewed and refined which resulted in combining several themes and forming the final themes. Furthermore, some themes were still eliminated from the analysis as they were considered not corresponding to the research question. Last, the final themes were named (see Appendix 4). Steps 1-3 of the analysis were done by Author 1, from step 4 onwards both authors analyzed the data.
Participants
The participants of this study are 24 former pupils who were enrolled in the target CLIL class.
During the nine-year comprehensive school, overall 28 pupils (excluding the researcher) studied in the class at some stage. Most participants studied in the class the whole 9-yearperiod, however some joined the class only later on and few moved to another municipality during the comprehensive school. Two participants decided to transfer to a non-CLIL lower secondary school due to its better reputation. An invitation to participate in the research was sent out to all of them via Facebook. Finally, 24 (i.e. 85%) agreed to be interviewed. All the participants signed a letter of consent at the outset of the research process and were given pseudonyms to ensure their anonymity.
Only five participants had some experience of English prior to the CLIL programme as they had either been living in an English-speaking country or attending an Englishspeaking school abroad. Many participants (11/24) however had received minor Englishmedium instruction already in preschool. Table 1 outlines the participants of the study and the grades in which they studied in the CLIL class.
[ 
Dominance of English
In general, the participants described CLIL as a very positive and beneficial experience to them. Similar impressions have been recorded in previous CLIL research both at primary and secondary levels (e.g. Pihko, 2010; Pladevall-Ballester, 2015) . In the participants' view, CLIL had formed a highly positive attitude towards the target language (i.e. English). Most of them reported enjoying using English and described it as 'fun', 'natural', 'useful', 'easy' or 'pleasant'.
Age has been a relevant factor in foreign language attitudes as previous research has documented a decline in positive attitudes as pupils advance in school (e.g. Cenoz, 2004) . The participants in this study did not follow this trend, as for the majority of them, their attitudes towards English seemed to remain positive or even somewhat increase as they proceeded to upper secondary school and merged with non-CLIL pupils in English lessons. Many emphasized how, at that point, they started to realize their advantage over others as regards Kaapo analyzed the benefits of English-medium CLIL through the international prospects it offered. He felt that CLIL had provided him with sufficient language skills that enabled him to live and work abroad as he had lived in several countries. Tuukka, in turn, had adopted an even more extreme stance on the importance of mastering English: Although the quotes partly mirror the participants' positive attitude towards English and imply the significance of CLIL in that regard, they may also reflect a more general language ideology as English has indisputably been the most common and known foreign language in
Finland since the 1990s and is actively present in various domains of life (e.g. Leppänen et al., 2011) . What Tuukka's quote more clearly articulates, is that he does not endorse the other languages were generally depicted somewhat negatively, a matter which will be discussed in more detail as follows.
Attitudes towards other foreign languages
In contrast to the overtly positive attitude towards English language, the participants had (6) Sometimes I've wondered that.. for me the next languages after that were.. for instance German was pretty hard to start so is it.. is it that you haven't like.. English has been too easy and then the next language hasn't.. I don't know.. I don't know if there is any truth in this but you haven't like had to study a language except only later on.. so I have sometimes thought that it has maybe slowed it down. (Niko) (7) When you compared it to that that English was so strong and it was so natural so then you didn't know how to start studying another language in a way by cramming and fighting for real. (Jonne)
The quotes illustrate how, in the participants' view, CLIL seemed to partly hinder the formal learning of other foreign languages, although previous studies have contrarily indicated that bilingualism would rather benefit the learning of additional languages (e.g. Cenoz, 2013) . As a result, this seemed to have affected negatively on their attitudes to other foreign languages.
Additionally, Niko and Jonne's quotes reveal how they had learned English through language use and focusing on meaning. In turn, they recalled that other foreign languages were taught following more form-focused instruction. Therefore, adopting CLIL methods and practices to foreign language education in general could lead to more positive foreign language attitudes.
However, it is noteworthy that the participants in this study received their basic education already in the 1990s and language education has evolved, to some extent, since then. (9) It might be that it could affect so that I wouldn't be that interested in these kinds of different cultures.. that that.. it would probably be a big part.. big part away from my life.
(Annika)
In addition to the content of CLIL education, many pupils felt that the heterogeneity of the classroom also shaped their attitudes towards difference:
(10) I think that because we were.. in comprehensive school there were those among us who had lived in different countries and then we also maybe someway explored those Jere recalls a certain degree of diversity within the class, which can partly be explained by the class being somewhat heterogeneous compared to Finnish schools at that time and to other classes in the school. Even though classroom diversity is not a direct condition of CLIL, in the context of this study diversity and CLIL were intertwined as some of the pupils with international experiences chose the CLIL class due to its English-medium teaching. The level of diversity was, however, limited to different nationalities, pupils who had a bilingual background and nationals who had lived abroad. That is, even though pupils had varied sets of international experiences, they formed a somewhat homogenous group, for instance regarding social class. In that regard, the emphasis on international diversity in language The quote illustrates that for many participants, CLIL education seemed to benefit their intercultural attitudes mostly due to the language skills and self-concept they acquired which worked as a facilitator in interacting with foreign speakers. The participants mentioned both their confidence as language users, which seemed to stimulate their interest and positive outlook towards difference, as well as the subsequent impression that interactions went well thanks to their language skills. Marko used the idiom 'building bridges' (sillanrakentaja) to encapsulate the role of English as shaped by CLIL. This echoes previous research which also found that CLIL pupils are more willing to communicate and interact with foreign speakers than their non-CLIL peers (e.g. Pihko, 2007) . Regarding the participants of this study, their willingness to communicate with foreigners appeared to have lasted until adulthood. Niko's quote illustrates the assumption that being interculturally competent entails prioritizing internationality over locality. However, this hierarchy has been criticized for building on and strengthening 'exaggerated portrayals of inter-national diversity and intra-national homogeneity' (Cole & Meadows, 2013, p. 30) . In contrast, intercultural communication competence has been increasingly theorized around the notion of reflexivity that would help students distance themselves from a priori discursive constructions of cultural realities and encourage pupils to critically reflect on their experiences and positionality (Martin & Nakayama, 2015) .
Few participants, on the other hand, explicitly stated that they did not consider CLIL affecting their attitudes towards foreign issues and difference. They rather emphasized the significance of family background or outside school experiences such as travelling or living abroad in shaping their intercultural attitudes. None of the participants however considered CLIL as detrimental to their views to difference although few were somewhat discrepant in their narrations. For instance, on the one hand, Juho asserted that CLIL had had a positive effect on his attitudes towards foreigners and differences. On the other hand, he sometimes expressed very stereotypical and prejudicial views about different nationalities. In the following quote, Juho talks about his peers in an international degree programme:
(13) The worst were Chinese and in some case Russians.. Chinese were like.. it was very hard to get along with them even though it was always emphasized to us in all things that there are cultural differences and so.. but they are in their own world sort of.. that somehow it felt that sometimes they.. their worldview is truly.. totally different.. that they don't like.. Juho's quote is underpinned by ethnocentric views and a differential approach to intercultural communication (Dervin, 2011) . That is, the emphasis is put on differences between people and revolves around static images of nationals who are judged based on how much they differ from the Western norms and expectations. In general, it seemed that most participants referred to intercultural communication through the lens of differences and by focusing on specific groups of speakers, nationalities and/or cultures. (e.g. focus on British and U.S. cultures, perception of the world divided between Finland and others). In that regard, the participants' narratives sometimes echoed traditional models of intercultural communication competence articulated around solid views of cultural 'others'. These models, and resulting trainings, typically aim to increase one's ability to communicate with interlocutors whose (perceived) 
Conclusion
This study focused on the effects of CLIL on foreign language and intercultural attitudes from the participants' perspectives. The findings strongly suggest that CLIL education had formed a very positive attitude towards the target language which seemed to be rather enduring and persistent. Through CLIL, English had become a salient language for most participants and remained actively present in their lives. This finding is in accordance with previous studies on the issue (e.g. Lasagabaster & Sierra, 2009; Pihko, 2007) , thus further supporting the assumption that CLIL approach, in which a foreign language is used in communication and
learning content, appears to be very effective in relation to the target language attitudes. The fact that CLIL started already at primary level appeared to have a significant role in forming the participants' attitudes towards English which justifies the implementation of early CLIL education.
Many participants felt that CLIL had impeded the learning of and effected negatively on their attitudes towards other foreign languages, which is contradictory to previous studies (e.g. Lasagabaster & Sierra, 2009; Merisuo-Storm, 2007) . However, few participants also mentioned sociocultural reasons, such as peers or societal status, in forming their attitudes towards other languages. This finding nevertheless yields insight into language teaching in general. In the present context, other foreign languages were taught following more formfocused instruction which was also expressed by few of the participants in the interviews.
Therefore, adopting CLIL methods and practices to foreign language education in general could lead to more positive foreign language attitudes. However, it is important to keep in then increasing attention has been paid to include intercultural issues in CLIL education (e.g. Coyle, 2007; Sudhoff, 2010) . It is however important to consider how intercultural issues have been included and to examine which trainings are offered to CLIL teachers since their role and competence to deal with and teach about difference/otherness is critical (see e.g. Sommier & Roiha, 2018 ).
The present study has some limitations which are important to bear in mind. First, the target CLIL programme may differ from other CLIL models in some respect as CLIL in 
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